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criterion: How would this work in my classroom? They are dubious
about whether I have anything to tell them about what would work
in their classrooms. True, I taught school for eight years, but that
was thirty years ago.

And because I teach education rather than English there is an

— N

So my getting through to thege students is a good deal more
complicated than John Carter’s getting through to me, Benign
amusement is replaced by thinly veiled hostility. Unlike my self-
consciously political students who sometimes disagree with me on
ideological grounds, these hard-bjtten school teachers take differ-
ences of opinion with me personally.

My hard-bitten teachers have taught me a lesson that 1, like
many academics, needed to learn: Don’t be so damned superior!

on’t_look down your nose at peopl

ren in real and s ul circumstances. Don', question
/j‘! 1{/

n&mgﬂﬁm@gm. or their commitment, or their motives. I hope I
have learfied thig meggg I'dont set up barriers
between them and me such that they are not able to listen to my
story and consider my position.

And so I think Pve thought it through, and I hope I've learned

assessing problems and Suggesting solutions, becauge no matter
what the solutiong are, it’s hard-bitten school teachers who will
need to implement them.
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An Education Appropriate to Thelr Station

ean Anyon studied fifth grade classes in five ?..&%a m._meoM.
in ri ighborhoods and not-so-rich neighbor-
tary schools in rich neig ; jch neighbor,
i In one school, design
hoods in northern New Jersey. .
executive elite, family breadwinners were top no%o.nmnm mme%WMw
in multinational corporations or Wall mc.mm.e financial mHan. heir
incomes were in the top 1 percent in the CE..E@ mememm.. nase d
school, designated affluent professional, family vwmmmmﬂwbsmu.mmﬁw "
, isi tives, and other highly pai -
doctors, TV and advertising execu , i pald pro-
i i top 10 percent for the nation. :
fessionals. Incomes were in the . g
i ] lass, breadwinners were
third school, designated middle class, . ~ > mix
i i -paid blue- and white-collar wor
ture of highly skilled, well-paid : i workers anc
i iti 1 -class occupations such as tea ,
those with traditional middle-c , ners,
iddle managers. Incomes
social workers, accountants, and mi mes were
ited States but below the top
better than average for the Unite \ .
vmuowun In a fourth and fifth school designated Ewlz:w amnn”. MWM“M
in i killed blue-collar workers;
one-third of the breadwinners were s X
half were unskilled or semiskilled blue-collar workers, %na abou
15 percent of the heads of households Smwmvcamﬂt_w%oer oy were
. imilariti the schools.
First Anyon noted similarities mawbm .
smmu_w all white. They were all located in northern Zmimu Mwm%“ mm““m
subject to the same state requirements. They all use
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Mﬂersmso books. They had the same language arts course of stud
0 o.m the .moroo_m used the same basal reading series. Ther "
startling differences, however. . € were

ers college; many of them were single,
In the working-class schools, knowledge was bresented as frag

real:

mwmmwnwﬂ SME@ they were making and said ghe had a faster way to
Srmn‘ ; e omo.rmw answered, “No you don’t. You don’t even WM

5% BME:M yet. Do it this way or it’s wrong.” o

e the same arithmetic book was used in all five schools

MMMW A%Mm too hard. The teacher in the second worki
o ese pages are for 1 )
skipped them as well, reativity—they're extras.” She often
Ino i

that SmMomMMMMu%M.&mmm. school they used a social studies textbook

Students.” The o, \*° Publisher as intended for “low abil;

mmm&mze. mo:mm Mmmwmwm guide referred repeatedly to .,mm:oms.ozm:%
ents’—for whom the book was intended. The voom

J iy ot special edu-
bined, the chj ) ¢lass school clags -
e children’s average IQ was above 100 ang m_.m“omwmwa

en
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stand-up figure of a cowboy roping a steer to represent the South-
west when studying U.S. geography. Compared to the more affluent
schools in this study there was less discussion of controversial topics
such as labor disputes, civil rights, and women’s rights and less
attention to the history of these issues.

In language arts, the teacher gave each student a duplicated
sheet entitled “All About Me” and directed them to write their
answers on the lines following questions such as “Where were you
born?” and “What is your favorite animal?” This activity was re-
ferred to as “writing an autobiography.” Children were presented
with rules for where to put commas, but there was never any
discussion of how commas made writing easier to understand or of
the notion that punctuation called for decisions based on the in-
tended meaning. _

In science, children were routinely told to copy the directions
for doing an experiment from the book. The teacher then did the
experiment in front of the class as the students watched and wrote
a list entitled “What We Found” on the board. The students copied
it into their notebooks. A test on “What We Found” would follow.

Teachers made every effort to control students’ movement. They
often kept children after the dismissal bell to finish their work or
to punish them for misbehavior. There were no clocks in class-
rooms. Materials were handed out by the teacher and closely -
guarded. Students were ordered to remain in their seats unless
given specific permission to move. When permitted to leave the

room they needed a pass with the time and date.

Teachers made derogatory remarks regarding the students. A
principal was reported to have said to a new teacher “Just do your
best. If they learn to add and subtract, that’s a bonus. If not, don’t
worry about it.” A second grade teacher said the childreri were
“getting dumber every year.” Only twice did Anyon hear a teacher

“please” to a student in an unsarcastic tone. She heard “Shut

say

up” frequently.
One fifth grade teacher said the students needed the basics—

simple skills, When asked “why?” she responded, “They'’re lazy. 1
hate to categorize them, but they’re lazy.” Another fifth grade teacher
who was asked why she had students endlessly copy notes from the
blackboard in social studies replied, “Because the children in this
school don’t know anything about the U.S., so you can’t teach them
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much.” Another teacher said, “You can't teach thege kids anything,
Their parents don’t care about them
Another teacher answered when asked what wa,
edge for her students, “Well, we keep them busy.”
reminding yourself that these children did not ha
They were working-class children with average i
with better than average intelligence,

When Anyon asked these fifth grade students, “What do you
think of when I say the word knowledge?” not a single child used
the word thing. Only one mentioned the word mind. When asked

You have to keep
ve low 1Q scores,
ntelligence, some

. ing-class schools the dominant theme

Wwas-registance. Students vandalized school Property and resisted
the teachers’ efforts to teach, Boys fell ou irs;

bugs into the classroom and released them:

Anyon thege children were dey,

eloping a relationship
* to the economy, authority, and work that is appropriate prema e

appropriate preparation
d routi

forwage Tabor—

mbmﬁ_mbasm. gm%mzmmMmmm: relentless ..m.oi%ibm...?ﬂ&ﬁm sabo-
tage,(and other modes of indirect resistance similar to gﬁoﬁimmoﬁ

third of the teachers grew

t graduated from the local
» and many of them lived in the neighborhood
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is more than knowledge taught
ouanﬁ_ﬁ.a avaﬂw.mMMNvMM _“MMmMpm child said that the plural of
by mxvmﬂmnmﬂeczmmm because “it wouldn’t sound right,” the teacher
::.Emm Eesomm the wrong reason. The right reason was that mouse
wma sn.m . lar noun, as it says in the book. o o was
. E.m.m..” studies textbook intended for use in sixth grade im
>. e fifth grade classroom in the middle-class mowoo._. Accord-
e e“»m ublisher, the purpose of the book was to introduce
e e N wganmﬁe,m. There were ..:n%wmnmn&nmm.” from .m:ﬁ:..o-
?H_H%Mwamwowoawom history, geography, or political science listed in
the tor ’ id ch chapter. .
the Mo mmwﬂ_m“eﬂﬂﬂ_mmmme.mmﬂzg_éw reading the text, :mmmcsm em ﬂ”
vos. explanations, answering the teacher’s .aﬁmm.e_osm.. an emm
emmm o_.w avms reports. There was rarely sustained E.A.._EQ:_: .
ommdoum._r% ananu rarely used a feature of the text entitled “Using
ewﬁ_@—&% Idea” (applying main ideas to current events mmEM UmMm
MoMm_ situations), because she Mwmme.w.”m had enough to do to g
eneralizations. .
nvoﬂmhw,m”mm“mmwnwvwvwsmm&m-&mmm school was “more aowa.ovweﬂw
than in the working-class school. Hw_ was me a BMSQM Mum“..”u phoge
facts and more a matter of gaining information an ==ES ancing
from socially approved sources. Nbo.s_mw—mm w.—m_.m was ke that in
i it was not conn
».v.m éolcﬁm.mﬂm\mm mowoo_u rocwmwwﬂrwsmwzwmzem. |
" In the middle-class school, work was mo.fn&:m the EmwnnMMmE%QM
Answers were words, sentences, EpBVE.m.. facts, mcmc mzmnmazm
could not make them up. They were found in ccnw_nmﬂmu. _.w otening
to the teacher. You wrote them neatly ocecMMMM mum.n,mMm gl
i rs, you go . .
! %ﬁ:mwwm MMM ﬂmnwmwhmﬁmw M% womoiwm directions, v&.. the ANM.M?
tions allowed for some choice, some mmd_w“m.m mM.“MMMMMMM ””M% . :mm”
e teacher explained the purpose o
MWMMMoBm would lead to the right mzmim_.... For m%ﬂbﬂﬂhﬁﬂﬂﬂ”
were permitted to do steps “in ermw.. w.wommm rather rm_ozm te them
down. They were allowed to do division problems M e one or short
problem 25 wel as e their anowar. Sooal atachen consisted o
well as give their an . : nsis
WMMWMMM- Mhmmmmmm m:mm answering comprehension asﬂwwmwwm ,“\M_Mm
what, when, where, and sometimes why. However, g

M
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ents might complain,
Work rarely calle
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Such workers are not rewarded for critical analysis. They are re-
warded for knowing the answers, for knowing where to find an-
gwers, for knowing which form, regulation, technique, or procedure
is correct. While this kind of work does not reward creativity or self-
expression, it usually pays enough to enable workers to find oppor-
tunities for creativity and self-expression outside the workplace.

— N

In the affluent professional school the teachers came from else-
where in the state. They all came from middle- or upper-class
backgrounds. Most were women married to high-status profession-

als or executives.

Creativity and personal development were important goals for
students at the affluent professional school. Teachers wanted stu-
dents to think for themselves and to make sense of their own ex-
perience. Discovery and experience were important. In arithmetic,
for example, students measured perimeters in the classroom and
created questions for other students to answer. They collected data
in surveys and did experiments with cubes and scales. They made
a film on the metric system. In science, students experimented in
their own way to discover the properties of aluminum, copper, and
glass (which heats fastest, for example), and it didn’t matter whether
they got the right answer. What mattered was that they discussed
their ideas. When students asked, “How should I do this?” teachers
answered, “You decide,” or, “What makes sense to you?”

There were, however, wrong answers. In arithmetic, six plus
two was still eight and only eight. In science, the answer had to be
consistent with observations. Students were required to have their
observations and answers “verified” by other students before hand-
ing in assignments.

The social studies textbook emphasized “higher concepts” such
as “the roles of savings, capital, trade, education, skilled labor,
skilled managers, and cultural factors (religious beliefs, attitudes
toward change) in the process of economic development,” and the
understanding that “the controlling ideas of Western culture come
largely from two preceding cultures: The Judaic and Greco-Roman.”

Students read and outlined the text and used it as a guide for
“inquiry activities” such as baking clay cuneiform replicas, writing
stories and plays and creating murals showing the division of labor
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current eventg vmom:mm. according
to the teacher, “they’re so opinionated anyway, and they love jt.”
Children often Wrote editorials anq brought in

erintendent’s son, the mayor’g son,
and the daughter of the president of the board of education in my

cussed,

In the affluent Professiona] school, work Wwas creative activity
carried out H.zmoug%mﬁm It involved individua] thought ang ex-
E..mmmSP expansion and illustration of ideas, and choice of appro-
priate methods anq materials. Prodyctg

were often stories, essays,

O representationg of ideas in Murals, craft Projects, and graphs,

iginality anq _.am_.iasm:g but

IS, a creative mural could pe

misrepresented th
Supposed to represent,

One assignment wag for students

of chocolate chips in three chocol

announced gravely, “I'll give Yyou three cookies, and you'll have to
eat your way through, rm afraid.” Whep work was und
circulated giving help, Praise, and reming
The children worked gitt;

to find the average number
ate chip cookjeg, The teacher
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ts daily and were encouraged to
hey &mocmmmmmg“mwﬁmwwmﬂo be mmw“wommn. The teacher’s ncmm-
expand on ir.ﬁ d _ww help them make connections between events
tions were mmm“mn”crmﬁ they were learning in mo_,_oo._. s
in the nows ® rts, they did not use textbooks Uomwﬁmm t e p .
0 _mnmdmmm Mwoownm hampered creativity. Each child En.mu.ﬁmﬂm
cipel thoug's Jox d wrote a rebus story? just for that child. mmmw
a first m_”mmm.n _mnmvoﬂa matters before the school board and ra ’
e e ometimes acted over the school intercom. .H.mmwobm
e SMHMMMM mmﬁ.mmmmm the relationship between meaning an
on pun .
P f work were highly prized. The affluent uuommmmnmsm_
wuomsoewvo “ca school where Anyon was not allowed nom m_ M
mnwo& summ M miw% from the school. If vommmv_m.. she could _ %ﬁ .
orw_aﬂmwhmdwﬂm the copy, but if it could not be copied, she could no
cate i

. iati ave
rm<ma_vw$.o~ involved constant negotiation. Teachers rarely g

t ord ildren were too noisy. Instead, :wmormum
Corse N.MM HMWM wWMmmM_mw.nmmnao:omm of student behavior M—MM
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o o_,z_&.mnwm %Mwm room at one time. They ooﬁ_m. go to ﬂrw sc “. !
o.o=E ey time to get a book. They merely signed their %anm
_&u_w“.w Mhmm__mwgwm and left the room when they needed to.
on

" . For
imwﬂ”%%ﬁ””mﬂamm negotiated what work was to be done

i ing on
ample, children sometimes asked for Bo:.w time vmmo.MM MMMSH Mmum
Mx ?u:mﬁ subject, and the teacher sometimes mcﬂE ::.Ewsamm
mM a wManrmEm footnote to this &mocmmmonn.r;m GMMM_ MM MM:mm o
‘ ” that year than u “th
8 “more structured” tha . e
”:mammwﬂu,“wmu of children in the class who were considered
arg
. . iti and
ESM vm.%w Wﬁcgn professional school, work swmm HSN umﬁm«”wm:%b nd
. i ool; it wa
i i 8 in the working-class 8C ; ‘1
FmowMEMmM.oMM wﬁzuﬂoﬂm as it was in the B_m&m-o_mmﬂ .moroo__.u a_«n was
¥ . cap .
w:m Mv_m to manipulate what Anyon _Um.ds? s _wz?_g Mmm ped
m_:.wr hildren in the affluent professional schoo pad the o
0 : »
t o:Emm answering the question “What is wnoszmmma_. g%iW% hoving
’ d the word think and several alluded to persona
use
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to do with ideas. (“Figuring stuff out.” “You think up ideas and then
find things wrong with those ideas.”) When asked, “Can you make
knowledge?” sixteen said yes; only four said no.

In the affluent professional school the dominant theme was
individualism Jvith_a minor theme of humanitarianism. Emphasis
in the classroom was on thinking for oneself, creativity, and discov-
ery in science and arithmetic. But there was also a pervasive cli-
mate of mutual help and concern for one another and for humanity.
The principal ended morning announcements with “Do something
nice for someone today.” Social class and class conflict were dis-
cussed in social studies, with a liberal spin. There was an entire

textbook devoted to prejudice and discrimination. Eight of twenty
students interviewed expressed antagonism toward “the rich,” who
they said were greedy, spoiled, and snobby. This is interesting in
light of the fact that these students’ family incomes were in the top
10 percent for the nation.

lectuals, legal and scientific experts, and other professionals whose
work 1s creative, intrinsically satisfying for most people, and re-
warded with social power and high salaries. Although in the work-
place they do not have complete control over which ideas they
develop and express, affluent professionals are relatively autono-
mous. Their relationship to people wh ich ideas will be
develgped (the executive elite whom I'll get to in the next para-
graph) involves substantial negotiation.

— N —

In the executive elite school, as in the affluent professional
school, the teachers were women married to high-status profession-
als and business executives, but in the executive elite school the
teachers regarded their students as having higher social status
than themselves.

Knowledge in the executive elite school was academic, intellec-
tual, and rigorous. More was taught and more difficult concepts
were taught. Reasofing and problem solving were important. The
rationality and logic'of mathematics were held up as the model for
correct and ethical thinking.

analytic than in the o
effects of imper}

“kept control 0
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In the executive elite school the children were developing a
relationship to the economy, authority, and work that is different
from all the other schools. They learned grammatical, mathemati-
cal, and other vocabularies by which systems are described. They
werg taught to use these vocabulgries to apalyze and control situ-

mawbmr@ov(c_w:e ol school work was to achieve, y«ﬂ.ﬁﬁmﬁmna
for-life at the top.

l\‘l‘}

— N\

The working-class children were learning to follow directions
and do mechanical, low-paying work, but at the same time jere
learning to resist authority in wayd sanctioned by t communit;
The middle-class children were learning to follow orders and do the
mental work that keeps society producing and running smoothly.
They were learning that if they cooperated they would have the
rewards that well-paid, middle-class work makes possible outside
the workplace. The affluent professional children were learning to
create products and art, “symbolic capital,” and at the same time
they were learning to find rewards in work itself and to negotiate
from a powerful position with those (the executive elite) who make
the final decisions on how real capital is allocated. The executive
elite children? They were learning to be masters of the universe.

Anyon’s study supports the findings of earlier observers® that
in American schools children of managers and owners are rewarded
for initiative and assertiveness, uz::o children of the working-class
are rewarded for docility and obedience and punished for initiative

and assertiveness. Remember the teacher who said, “Do it this way
or it’s wrong.”

This couldn’t be more obvious when you compare Anyon’s “gen-
try” schools—her executive elite and affluent professional schools—
with her working-class schools. The surprising thing is where
Anyon’s middle-class school fits into this picture. Like the children
in wprking-class schools, children in the middle-class school were
schooled to take orders. They were taught that knowledge in text-
books was more valuable than their own experience. They were
taught through traditional, directive methods to look up knowl-
edge, not to create it. They were not taught to manipulate or direct

systems, nor was there any effort to connect school knowledge with
their daily lives.

A DISTINCTLY UN-AMERICAN IDEA 4]
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lower. The number of well-paid jobs in older industries is declining
while the number of poorly paid jobs in newer industries is increasing.

What's left is the approximately 20 percent whom I shall refer
to as the middle class.\Reich refers them to as government work-
erg., These arethe teachers, local and federal government employ-
ees, and, surprisingly, physicians paid through Medicaid and
Medicare.

In the past twenty yea wn at_the top and
bottom, The number in th e has declined. Those at the top
have gotten a whole lot richer. Those in the middle are in about the
same place economically, and those at the bottom have gotten a
whole lot poorer. Reich observed that among the fastest-growing
occupations in America is that of security guard. Small wonder.

e:.m question is, do the children of the elite and the middle
class and the working class still attend schools like those Anyon
described. The answer is, you bet! If there were later studies that
did not support her findings or that showed a trend in a different
direction, I would never have cited her in the first place. But the
recent literature supports her conclusions.

In the early 90s, the faculty at California State University at
Dominguez Hills (near Los Angeles) described schools attended by
children who are disenfranchised because of social class, poverty, or
cultural background in much the same way Anyon described the
working-class schools in her study a decade earlier.® A colleague of
mine regularly sends her students out to schools and asks them to
compare what they observe to what Anyon observed. They invari-
ably report that matters remain the same. In Savage Inequalities®
Jonathan Kozol reports on schools in upscale communities like
Winnetka, Illinois, Cherry Hill, New Jersey, and Rye, New York,
and schools in impoverished communities like East St. Louis, Illi-
nois, Camden, New Jersey, and parts of Washington, D.C., Chicago,

m:mZmiwouwomQ.Zoarwbﬂmnwmbmmm.E:mmm.woqvmﬁm,#_mmogms
worse.

In February 1998 I asked one of my classes to write papers
comparing Anyon’s findings to their own personal experiences. The
following are excerpts from two of their papers.

I am from Amherst, New Hampshire. Amherst is one of the
most affluent places to live in New Hampshire. About five years
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As a student teacher, I had the opportunity to teach in what
Anyon would classify an affluent professional school and a
working-class school. Although both schools professed progres-
sive principles, the differences in the two schools were very
apparent at the time. However, I never considered how the
methods used to teach differed until reading Anyon’s study. 1
find the correlations between my real life experiences and the
study frightening. Reading about this type of class tracking in
schools is one thing, Realizing that you have experienced it is
truly another.

My experience in the affluent professional school was idyllic.
The classes I worked with had many activities promoting inde-
pendence and creativity such as Reading and Writing Workshops.
Students had control of how to use their time, and all teacher
directed lessons were mini-lessons taking no more than ten
minutes of class time. These lessons were often based on ques-
tions that students had encountered during their individual read-
ing or writing activities. Students could sit anywhere they pleased
in the room, as long as they were working on their projects. All
books read and all writing genres exhibited by the students were
gelf-chosen. These conditions mirror Anyon’s description of the
affluent professional school.

Progressive principles were highly prized, and at each staff
meeting, the principal began with the statement, “We are here
to consider how we can best serve the whole child in each of our
students.” Staff went out of their way to interact with students
individually in and out of class. All the teachers and administra-
tion lived in the school district or in adjacent upper class sub-
urbs and most had attended private colleges for their teacher
training. It was inspiring. This was how all of my education
professors had told me our classes should run. The students
flourished. Parents praised the program on Parent’s night. They
valued their children’s creative efforts.

My next assignment contrasted sharply with the first. Be-
fore I began in the classroom my sponsor teacher told me that
students at the school were not interested in learning, and were
often out of control. She showed me lessons, complete with
overheads she had designed instructing students on the proper
steps to take if they felt they needed to leave the classroom.
Everything was outlined in detail. The desks were always in
rows. According to my sponsor teacher, the students “couldn’t
handle” working in groups.
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Chapter 3

HARSH SCHOOLS, BiG BOYS, AND THE PROGRESSIVE SOLUTION

aniel Resnick! tells an interesting story about the history

of American schools and how we got to where we are today.

His story begins with the history of the catechism. If you
didn’t go to a parochial school or attend Sunday school, you might
not know what a catechism is. It’s a book that teaches religious
doctrine in a question-answer format. I still remember the first
catechism lessons I memorized, I think in first grade.

Who made you?
God made me.

Why did God make you?
God made me to know Him, to love Him, and to serve Him
in this life and to be happy with Him forever in the next.®

Through memorizing page after page of such questions and
answers 1 was taught those doctrines of the Catholic church that
were deemed appropriate for children my age.

Catechisms appeared in the earliest days of Christianity and
continued to be produced throughout the middle ages. Even after
the Reformation the catechism continued to be a favored way of
teaching religious doctrine. Luther’s Little Catechism was trans-
lated into all the major European languages within a generation.

4]
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were often bolted to the floor. Play was permitted only during
recess.

If this all sounds pretty familiar, I'm not surprised. Traditional
education has never disappeared, but the worst nightmare versions
of it found today pale in comparison to the schools of the Tradi-
tional Era. These were the days of the schoolmaster. Before 1830,
few women taught school. Women did not become the majority in
the teaching profession until 1870,

The concept of educating a person to be a teacher was unheard
of during the Traditional Era. People who could read and write set
themselves up as schoolmasters. They were sometimes paid by
individual parents, but almost from the beginning of the colonial
period, some communities provided free schooling to those who
wanted it and could take advantage of it. The teacher’s continued
employment did not depend on whether he had any particular talent
for teaching; it depended on whether he could control the students.

Severity was considered a virtue. Teachers used a three-foot ruler
and a flexible sapling about five feet in length “with force and fre-
quency” upon both boys and girls, young and old, when they did not
know their lessons or broke rules. During an inspection tour of the
Boston schools in 1844, board members found that whippings in a
“representative” school of four hundred pupils averaged sixty-five a
day. They found “severe injuries” sometimes resulted from these
beatings and that the offenses were often “very trifling.” A famous
historian commented that “There was little ‘soft pedagogy’ in the
management of either town or rural schools before the Civil War.™

“Spare the rod and spoil the child” was a Bible text that re-
ceived the most literal acceptance both in theory and practice.
Even the naturally mild-tempered man was an “old-fashioned”
disciplinarian when it came to teaching, and the naturally
rough and coarse-grained man was as frightful as any ogre in
a fairy tale.

In summer, unless the teacher was an uncommonly poor
one, or some of the scholars uncommonly wild and mischie-
vous, the days moved along very harmoniously and pleas-
antly. In winter, when the big boys came in, some of them
grown men, who cared vastly more about having a good time
than getting learning, an important requisite of the master
was “government.” He ruled his little empire, not with a rod
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of iron, but with a stout three-foot ruler, known as a “ferule,”
which was quite as effective. The really severe teacher had no
hesitation in throwing this ruler at any child he saw misbehay-
ing, and it is to be noted that he threw first and spoke after-
ward. Very likely he would order the culprit to bring him the
ferule he had cast at him (it was a common occurrence to see
in schoolroom walls “dents made by ferules hurled at misbe-
having pupils’ heads with an aim that sometimes proved un-
true”), and, when the boy came out on the floor, would further
punish him. Punishment by spatting the palm of his hand with
a ruler was known as “feruling.” The smarting of blows was
severe while the punishment lasted, but this was as nothing to
a “thrashing.” The boy to be thrashed was himself sent for the
apple tree twigs with which he was to be whipped. Poor fellow!
Whimpering, and blinded by the welling tears, he slowly whittles
off one after the other of the rough twigs. This task done he
drags his unwilling feet back to the schoolroom,
“Take off your coat, sirl” says the master.
The school is hushed into terrified silence, The fire crack-
les in the wide fireplace, the wind whistles at the eaves, the
3 tears flow faster, and he stammers a plea for mercy.
Then the whip hisges through the air, and blows fall thick and
fast. The boy dances about the floor, and hjs shrill screams fil]

the schoolroom. His mates are frightened and trembling,

and
the girls are crying. . . 5

Big boys] were often the teacher’s nemesis, Two fairly common-
place disruption often cost T e teacher his job and caused the
school to be closed until another teacher could be found. The first was
referred to as “putting out” or “turning out” the teacher. In 1837 more
than three hundred schools in Massachusetts were “broken up” by
rebellious pupils—and Massachusetts was always a leader in educa-
tion. The situation was probably worse elsewhere in the country,

Turning out the teacher was described by Horace Greeley, of
“Go west, young man” fame,

At the close of the morning session of the first of January, and
perhaps on some other day that the big boys chose to consider
or make a holiday, the moment the master left the house in
quest of his dinner, the little ones were started roBmimwm. the
doors and windows suddenly and securely barricaded, and the
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After the Civil War things began to change. Between 1850 and
1900 the population of the United States tripled. Nine percent of
the population lived in cities in 1830, 26 percent by 1870, and 50
percent by 1920. With industrialization and urbanization, the ex-
tended family of the rural setting gave way to nuclear families
living among strangers in an unfamiliar setting. Children who had
commonly worked on farms, now worked in factories. But as sen-
timent against child labor in industry mounted, child labor laws
were enacted, and children became unemployable. In Philadelphia
in 1870, it was reported that “upward of 20,000 children not at-
tending any school, public, private or parochial, are running the
streets in idleness and vagabondism.™

Concern over delinquency, workers’ fear of competition from
cheap child labor, and some genuine regard for the welfare of chil-
dren prompted a rising demand for compulsory education. Only
Massachusetts had compulsory education laws before the Civil War.
Vermont was the first state to follow suit, in 1867. By 1919 every
state had compulsory education laws. It was now the responsibility
of the schools to take in all children and keep them.

Enrollments soared and schools became overcrowded. Play-
grounds, which had been all outdoors in the country, were confined,
overcrowded areas in cities as the country urbanized. The student
body was no longer homogeneous. Students varied in ability, reli-
gion, social status, place of birth, and language. Differences among
white Americans, who had hailed largely from northwestern Eu-
rope before the Civil War, were dwarfed by differences among
immigrants from southern and eastern Europe, Asia, Latin America,
and the newly freed African Americans after the Civil War. By 1910
the proportion of students with foreign-born parents topped 50
percent in the nation’s thirty-seven largest cities.

With compulsory education, control became the central prob-
lem of schools. Older children with no means of escape were even
more prone to violent resistance toward the traditional teaching
and discipline methods of the past. The assumption that a child
who was not ready to recite lessons perfectly was simply lazy and
deserving of a thrashing or expulsion no longer worked. Differences
in what could be reasonably expected from different students be-

came too apparent to ignore. Finding other means of control be-
came essential.
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teaching that were designed to “immobilize, automize, and dehu-
anize students.” Lawrence Creimt » & distinguished educationa]
historian, credits Rice’s articles with starting the progressive move-
ment in the United States.”® About the same time, John Dewey
(1869-1953), probably the best-known Proponent of “progressive
education,” started the Laboratory School at the University of

Pts of progressive education., First,
hole child—this or her personality,
social s nd attitudes, and physical well-being—rather than

b

ditional curriculum and parrot back answers, Therefore, education
should be interesting, exciting, and enjoyable. Second, children are
different. They have different experiences, abilities, and interests.
Therefore, although the knowledge and skills included in a pro-
gressive curriculum might be quite traditional, they are not likely
to be taught in a rigid order dictated by some concept of easy-to-
hard or the logic of the subject. They are instead taught in an order
dictated by the' experiences, mE_Emm. and interests of the indi-

vidual children. Chijldren are given some choice in determining

riences, abilities, and interests, traditiona] school activities such ag
reading, writing, and reciting are Jjoined by expressive, creative,
physical, and social activities. Art, music, crafts, shop, cooking,
sewing, dramatics, and physical education all become part of the
regular curriculum. Subjects are “integrated” whenever possible.
For example, reading, writing, geography, history, and arithmetic
lessons might he incorporated into an ongoing project determined
by the students, such as studying the origins of ethnic groups rep-
resented in the classroom, Children’s activities and learnings wi])
vary. Courses of study (in history, for example) are viewed, not ag
something that must pe covered by each child in a fixed and thor-
ough manner, but ag guides for facts, concepts, skills, understand-
ings, and attitudes that might be developed as the teacher deems
appropriate for the class and for individual students.

The teacher and textbook are no longer the sole sources of
knowledge. Pupils go on field trips, utilize the library and audijo-
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grade the curriculum would be diversified by adding such courses
as shop, art, music, cooking, sewing, and auto mechanics.

The adoption of flexible standards and a diversified curriculum
dovetailed with the growing testing movement and created a new
profession—school counselling. Intelligence and achievement tests
were used to assign students to “tracks” or “streams.” An elemen-
tary school with sixty or seventy students in each grade might
divide them into “low,” “middle,” and “high” classes, often based on
their scores on standardized reading achievement tests. High schools
developed academic, commercial, and vocational programs, which,
despite protestation to the contrary, soon became identified as “high”
and “low” tracks in the minds of everyone. Where schools during
the Traditional Era selected students by a process of exclusion,
schools in the Progressive Era selected students by differentiating
them into different tracks or streams,

There are those who argue that the adoption of progressive
ideas was the result of convincing philosophical arguments from
scholars such as Dewey. There is no doubt some truth to this, but
I generally favor the “escape hatch” theory, because after the dust
settled we had arrived at the present system, which is pretty well
described by Anyon's study of gentry, middle-class, and working- .
class schools reported in the last chapter.

Anyon's affluent professional school is about as good as it gets
in terms of progressive philosophy and methods and her executive
elite school had a progressive feel about it in terms of discipline,
student autonomy, and teachers’ attitudes toward the students. 1
would describe her middle-class and working-class schools as tra-
ditional schools with a “softened pedagogy,” ones where-lessons are
a little less rigid, but not much, and the brutal assaults have all
but disappeared.

I would estimate that today about 20 percent of American
schools, those attended by the offspring of the gentry, those whom
Reich describes as symbolic-analytic workers, could be described as
progressive. The remaining 80 percent, those attended by the off-
spring of the middle and working classes, are best described as
traditional schools with a somewhat softened pedagogy. And 1 would
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